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ABSTRACT 
The purpose of this study was to examine the effect of a six week instructional 
unit of Appalachian cultural heritage on school attendance and student attitude toward 
school. The unit of study was a thematic unit on Appalachian heritage designed by 
teachers from the subject school. One hundred sixty-one students participated in the 
study. The subjects were children attending a rural Appalachian school in eastern 
Kentucky. They ranged in age from seven years to ten years. Children involved in the 
study came from five primary ungraded classrooms and two fourth grade classrooms. 
Sixty of the students were male and sixty-one were female. Students' school 
attendance for the six-week period preceding the unit was compared to their 
attendance for ,the six-week period during the unit of study. A survey of twenty 
statements reflective of different attitudes about school climate was administered by 
the guidance counselor the week before the unit began and again the last week of the 
unit. The results from this survey were analyzed. In addition, a pre-test of knowledge 
of Appalachian culture and a post-test were administered using a test-retest schedule. 
The thematic unit of study involved all core subjects and was aligned to · 
learner outcomes as specified by the Kentucky Curriculum Alignment Framework. 
Children involved in the study participated in activities which evolved around their 
local history and area development, from pioneer days to the present. Written 
accounts and oral history from the area were incorporated in the unit along with 
participation from community members. 
No correlation was found between-attendance averages and the unit of study. 
Htlwevef,signmeant-gains-weFe-shown-both. However, significant gains were shown 
both in the scores on the twenty statement survey on Appalachia and the twenty 
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statement survey on school attitude. It was suggested by the researcher that a 
longitudinal study of the effect of a curriculum sensitive to the cultural heritage of an 
area should be conducted and that a more widely accepted instrument to measure 
student attitude toward school should be utilized before conclusions could be reached 
which would have applications to other school settings. 
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INTRODUCTION 
Statement of Problem 
The education of Appalachian students has been a subject of much concern 
over the last few years. Some key educational deficiencies in Central Appalachian . 
states, which include sections of Kentucky, West Virginia, Virginia and Tennessee 
have been noted. Among these are inadequate school funding; high rates of illiteracy; 
high dropout rates; low percentages of students going on to college and low test 
scores on traditional standardized tests (Bagby, Carpenter, Crew, De Young, Eller, : 
Hougland, Jones, Nash, & Tickameyer, 1985). 
When compared to statistics from other non-Appalachian counties, the dropout 
rate in Central Appalachia has been considerably higher for many years. Schrag (1972) 
found in his research that the dropout rate in some Appalachian school districts was as 
high as 85 % (Schrag, 1972). While the percentage of Kentuckians 25 years or older 
completing four years of high school increased from 20% in 1940 to 57% in 1990, 
Kentucky still lags far behind the national average (U.S. Department of Education, 
1992). In 1990, only 65% of adults in Kentucky in the 25-29 year age range had 
completed high school (U.S. Department of Education, 1992). Appalachian counties in 
Kentucky had an average dropout rate for students ages 16-19 of 30.78 % in 1985 
(Crew, 1985). 
The percentage of adults who have completed eight years or less of school in 
the Appalachian counties of Kentucky is higher than the average for all other counties 
of Kentucky (Crew, 1985). Appalachian counties have a 48.4% illiteracy rate as 
compared to 33.2% for the average of other counties in Kentucky (Crew, 1985). The 
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higher dropout rates and functional illiteracy problems among those living in 
Appalachia are not totally a result of what takes place in schools. Many other 
variables influence this such as social, political, and economic factors of the area. 
Educational problems present in schools in the area accentuate the need for 
investigation into how to better meet the needs of Appalachian students. If factors can 
be determined which positively influence desire to attend school and attitudes toward 
the school climate, these could be used in the planning and implementing of more 
effective educational programs in Appalachian counties of the state. This could in tum 
reduce the rate of students dropping out of school and increase the rate of students : 
going on to college from the area. In 1990, statistics indicated that only 13.6% of 
Kentuckians had bachelor's degrees from college as compared to 20.3% for the United 
States population of persons 25 years and older (U.S. Department of Education, 
1992). 
The Kentucky Educational Reform Act of 1992 (K.E.R.A.) which was an 
attempt to reorganize Kentucky's public schools, mandated many key educational 
reforms which have had broad and sweeping effects on educational programs. In , 
elementary school, multi-age primary classrooms and use of performance based 
assessment methods are just a few. Elementary school curriculum now must be aligned 
to learner outcomes as specified by K.E.R.A. Although many of these reform 
prescriptions for school have been rather strongly delineated, teachers still have much 
latitude in the planning of curriculum for elementary students. If curriculum could be, 
developed and implemented which was more relevant to the interests and cultural 
environment of students of a given area, students could in tum experience 
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greater educational gains and learner outcomes could be accomplished using less 
traditional methods. At the same time, students could experience a school , 
environment and curriculum which better connected them to the community in which 
they live. 
The purpose of this applied project has been to investigate the relationship 
between implementation of a unit of study and attitude of elementary students toward 
school and school attendance. The unit of study used was a teacher designed 
thematic unit on thecultural heritage of Appalachian people. 
Null Hypotheses 
1. There is. no significant difference in school attendance between students who study 
the cultural heritage of their area and students who do not study the cultural heritage 
of their area. 
2. There is no significant difference in students' attitudes toward school, as measured 
by the School Attitude Survey, between students who study the cultural heritage of 
their area and students who do not study the cultural heritage of their area. 
3. There is no significant difference in students' knowledge of their cultural heritage, 
as measured by the Appalachian Knowledge Survey, between students who are 
engaged in an instructional unit of study of their heritage and students who are not : 
engaged in an instructional unit of study. 
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I. RELATED LITERATURE 
Education in Appalachia 
The past decade has been an era marked by educational reform. National 
concern over the direction of public education began to increase in the 1970's and · 
1980's, when Gallop polls revealed that American students were exhibiting relatively 
poor academic performance when compared to cross-national performance averages 
of students from other countries (De Young, 1987). Additional attention began to be· 
focused on geographic areas in which schools appeared to be failing to meet the 
perceived needs of students. Prior to this time, very little attention had been directed 
toward research of the Appalachian area and its educational needs, although ' 
Appalachia had long been an area marked by educational deficiencies. 
One of the major educational problems of Appalachia is the high rate of· 
students who do not complete high school. The number of people without high school , 
diplomas is greater in Kentucky than in any other state, with Kentucky ranking last ' 
. 
nationally in the number of adults with high school diplomas or G.E.D.s (Wilkerson, 
1989). In Appalachian counties of Kentucky, the dropout rates are even higher than 
the state average. These counties' average dropout rate is SO% ·higher than the average ' 
dropout rate for other counties in Kentucky (Crew, 1985). 
Functional illiteracy rates, which are based on percentages of adults with less 
than nine years of schooling, are higher in Kentucky. In 1989 there were 400,000 
illiterate Kentuckians (Wilkerson, 1989). Kentucky ranks last in the number of adults 
with more than an eighth grade education (Lacy, 1987). 
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Lacy, an economic developer in the Appalachian area, noted in 1987 that: 
' 
Kentucky is 49th in the number of people with .four or more years of college (Lacy, ' 
I 
1987). The results of many studies have shown that the Appalachian counties of
1 
' 
Kentucky have lower percentages of students going to college than the rest of the i 
state. 
I 
While assumptions that eastern Kentuckians lack commitment to education : 
have been widely accepted as a major factor in the problems of Appalachian education, , 
studies have revealed otherwise. Hougland and Stephenson (1984) conducted a , 
survey of educational attitudes of Kentuckians. Results indicated that 45 percent of' 
those polled viewed education as one of the two top problems in the Commonwealth. ' 
Attitudes of Appalachian Kentuckians were not found to differ significantly from : 
' 
attitudes of non-Appalachians. Those Kentuckians living in Appalachian areas were : 
' 
more likely, however, to rank economic issues above educational issues as the top 1 
I 
l 
problems facing Kentucky. Hougland and Stephenson pointed out that eastern; 
Kentucky lagged behind the rest of the state in funding of education (Hougland & : 
Stephenson, 1984). 
School funding and economics continue to be a problem in the area. In eastern I 
Kentucky, numerous economic deficiencies have long impeded reaching needed , 
educational goals. In the mid-eighties Appalachian counties ranked in the lowest five : 
quintiles according to economic indicators. Unemployment rates in Appalachian : 
counties are often 50-100% above the national average (Kendrick, Bowker, & Swartz, , 
I 
1986). The statistics from the fiscal year 1990-91 revealed that 38.7 % of Kentucky's'. 
' 
children are economically deprived (Kentucky Department of Education Department! 
I 
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of Education, 1992). The consensus among researchers is that the percentage of 
eastern Kentucky children living at the poverty level is even higher than the state 
average. 
Lacy (1987) did research on the relationship between economic development in, 
Appalachia and education. He noted that educational attainment and economic 
attainment are interdependent. Lacy pointed out that better educated people earn 
higher wages and help to stimulate the economic development of an area. He also 
pointed out that in improving education, the economy is impacted by creating a 
success cycle in which people experience personal growth, industrial and corporate 
expansion, and higher morale. When educational attainment decreases, this results in , 
lower wages, higher unemployment, depressed economy, lower morale and more 
crime (Lacy, 1987). 
Sher (1987) explored the correlation between the economic development of 
Appalachia and school reform in the l 980's. He explored the connection between , 
schools and the economy of the area. Sher pointed out that the public views schools as 
being significant in the economic development of the areas since this is primarily where 
individuals receive preparation which will allow them to participate as contributing 
members of the economy after they leave school. Although Sher recognized the need 
for better education in the area, he noted that raising academic standards alone will not ' 
result in better prepared graduates for the work force since students do not see the, 
connection between mastery of more difficult subjects and more rigid requirements, 
and their future. Sher suggested that schools must also improve their attractiveness 
or their holding power to keep students in school until they graduate. At present many 
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Appalachian students feel school offers them boredom, lack of success and lack of 
respect. When that is coupled with the fact their families need their income, students · 
often decide that leaving school early is their best alternative (Sher, 1987). 
Ethnicity and Educational Needs 
Prior to the past decade, very little research had been done concernmg , 
Appalachian education as related to the distinct needs of students living in the area. , 
Consequently, this is a relatively new area of investigation. 
In 1987 Reck, Keefe, and Reck published an exploration of the nature of 
Appalachian ethnicity and its relationship to educational inequities in the southern 
Appalachian region. The research was conducted over a two year period. It , 
explored the controversy over whether there exists a distinct cultural ethnic group in 
Appalachia and the perceived failure of schools in the Appalachian region. The 
findings of the researchers revealed that in Appalachia, traditional standards such as ' 
student achievement levels were lower; dropout rates were higher; the percentage of 
students being retained in one or more grades of school was higher; and the 
percentage of high school graduates who continue their education was lower than 
national and state averages (Reck, Keefe, & Reck, 1987). 
Two researchers, Miller (1978) and Whisnant (1976), investigated the question 
of whether Appalachians are a distinct ethnic group. Miller and Whisnant concluded 
that since Appalachian natives are primarily of white Anglo-Saxon ancestry, they 
should not be considered to be a separate ethnic group (Miller, 1978; Whisnant, , 
1976). Additional research done in the sixties and seventies by Billings, Ford, and· 
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Miller supported the belief that Appalachians have no unique subculture due to the 
' fact they do not significantly differ culturally from other Americans. (Billings, 1974;, 
Ford, 1962; Miller 1978). They were among several researchers who concluded that, 
I 
Appalachians are primarily part of the rural American faction of the United States : 
' 
rather than a singular culture group. 
However, these conclusions were challenged by other researchers who 
advocated that existing factors such as ties Appalachians have to family and to the : 
land, unique history of the area, native speech dialect, fundamental Protestant religion : 
practiced in the area and distinct value orientation distinguish Appalachians as a unique ' 
ethnic cultural group (Jones, 1971; Friedl, 1978; Pearsall, 1966). It was the belief of: 
these researchers that Appalachians needed to be viewed as a separate cultural group 
of Americans. 
Many social commentators have written about Appalachia and perceived : 
weaknesses in educational systems in the area. Most of these writers, who are native : 
I 
to Appalachia, have surmised that education in Appalachia is affected by some of the 
same problems of other ethnic minority groups in the United States. Among these are 
educational prejudice, alienation, stereotyping, and cultural misunderstanding and : 
' 
conflict (Branscome, 1972; Miller, 1977). However, due to the lack of systematic: 
i 
research in ethnic effects on the education of Appalachians, no data is available to ' 
either refute or substantiate these assumptions. 
Numerous studies have been conducted in Appalachia by researchers who have 
made observations about Appalachian schools. Among these researchers are Weller, : 
Hicks, and Stephenson who suggested that many of the same problems exist in schools : 
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in Appalachia as do in schools in other areas with ethnic student populations (Well er, 
1965; Hicks, 1976; & Stephenson, 1968). However, it should be pointed out that none 
of these studies had education or schools as its main focus. Weller (1965) suggested 
there was cultural resistance to education in Appalachia and Hicks (1976) found while 
students had a positive attitude toward school, they found the actual experience of 
school to be disappointing. 
Perhaps one reason for the lack of research in the area of cultural ethnicity and . 
education in Appalachia is the limited definition of ethnicity accepted by many : 
researchers. The mostly widely accepted definition is the objective concept of ethnicity • 
as being a unique system of material culture, language, behavior, and values (Despres, . 
1975). Many researchers do not feel that Appalachian people exhibit this degree of· 
uniqueness and consequently have not seen reason to investigate education in the area 
as it relates to the culture of the area .. 
The subjective nature of ethnicity, which Despres (1975) described as stressing: 
self-identification and perceived differences, has not been as widely accepted as criteria 
for use in identification of distinct ethnic groups as the objective concept. In accepting 
the objective concept of ethnicity as the primary descriptor of ethnicity, the subjective 
dimension which is more applicable to the area's culture has been neglected in much of• 
the limited research which has been done (Depres, 1975). 
In 1983 Keefe, Reck, and Reck further expanded the definition of ethnicity as 
having three distinct dimensions: cultural, structural, and symbolic. Cultural ethnicity 
. includes material culture, behavior, customs, and shared group values. Structural 
ethnicity stresses opposition of groups and competition for resources which are scarce. 
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Symbolic ethnicity places emphasis on attachment to a group and the concept of the 
distinctiveness of the group and its way oflife (Keefe, Reck, & Reck, 1983). 
Another study was undertaken by these researchers focusing on understanding 
the three dimensions of ethnicity and how they relate within a school setting (Reck, 
Keefe, & Reck, 1987). Data was collected over a two year period using interviews, 
case studies, surveys, and observations as the primary approach. The research was 
done in a southern Appalachian area. Those interviewed included parents, high school : 
students, high school dropouts, elementary and high school teachers, and 
administrators. The research concluded that Appalachian ethnicity is constructed . 
primarily of symbolic and structural dimensions. It also observed that students of 
rural, lower socioeconomic status, and native Appalachian students are discriminated ' 
against in schools and do not have an equal opportunity to participate and do well in 
school programs. This was attributed to internal factors within school systems such as · 
existing school policy and the absence of measures which could help relieve the ' 
existing inequality. One suggestion offered by the researchers was that attention 
needed to be given to selection of textbooks which were sensitive to the heritage of 
Appalachian people. It was also concluded that schools and our educational system 
mirror factors in the external social system where poor, rural, and Appalachian people • 
end up in the lower ranks of society (Reck, Keefe, & Reck, 1987). 
Meszaros (1990) reported on how family resource/youth service centers were 
impacting students in Appalachia. Meszaros advocated that children in Kentucky face 
an array of critical problems calling for immediate intervention which builds on the 
strengths of families and children in the area. Meszaros referred to facts such as the 
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high percentage of children living in poverty, the need for primary health care, the 
high infant mortality rate, the need for better prenatal care, the number of suicides 
among persons age 6-24, and the need for more adequate child care provisions. She 
stressed that these factors accentuate the need for schools to be involved in addressing · 
the total needs of students, not just their educational needs. Meszaros pointed out that 
children living in poverty such as exists in Appalachian areas are at risk for leaving 
school inadequately prepared for working. The implementation of quality preschool 
education for these children was advocated since socialization skills amid patterns for ' 
interpersonal skills are developed primarily during the formative pre-school years. She , 
felt that for tendencies toward increased juvenile delinquency, adult crime, adult 
dependency, joblessness, and substance abuse to be reduced, intervention is needed · 
first at the preschool level, then in school from primary years through high school 
(Meszaros, 1990). 
Since the research regarding Appalachian education remains sparse, studies of 
other ethnic groups provide insight into the problems faced by Appalachian students in 
school and solutions to these problems. Reyhner (1991) examined the reasons for the 
high percentage of high school dropouts among American Indian and Alaska Native 
students. These two groups have the highest dropout rate of any ethnic or racial group 
in the United States. Reyhner found that the particular needs of the American Indian 
and Alaska Native students were not being met in existing schools. He also discovered· 
that they often were forced to leave school when they protested their treatment in 
school. Reyhner noted that while these students needed to form a more positive 
identity in order to remain in school through high school graduation, the opposite was 
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occurring. Native students were being exposed to attitudes in school that reinforced· 
beliefs that they were culturally disadvantaged and deprived. 
Much of Reyhner's study deals with the disparity which exists between home 
and the school. While he felt schools should be giving children an education which 
reinforced Native values and Native heritage, the opposite was happening. He found , 
students were having to choose between rejecting their culture and succeeding 
academically. Reyhner indicated that teachers' lack of reinforcement of basic cultural · 
values and teachings of the home was creating a situation in which maintaining Native , 
heritage and succeeding in school were not compatible (Reyhner, 1991). 
Reyhner made several recommendations for educational planners which he felt 
could alleviate some of the problems faced by Native students. He advocated limiting : 
the size of new schools and restructuring large schools to allow teachers to have better : 
opportunities to become personally acquainted with students and to interact with , 
them. He also recommended recruiting caring teachers for these students, preferably 
teachers of Native descent. Reyner suggested the use of active teaching strategies by 
teachers and classroom environments which promoted learning as a two-way process 
between teachers and students (Reyhner, 1991). 
Reyhner also felt the education of Native children should be viewed holistically: 
rather than fragmented. He observed that tracking of Native students was· 
counterproductive and culturally biased testing was resulting in elimination of Native 
students from academic programs for which they would otherwise qualify. Reyhner's 
recommendations for school planning included reinforcing Native cultural values 
rather than ignoring or depreciating them (Reyhner, 1991 ). 
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School Attendance 
School attendance has long been a topic of concern for educators. Much 
research has been done in this area hoping to find a solution to chronic school 
absenteeism exhibited by students. 
Barth (1984) suggested that schools with high attendance have some key 
characteristics in common. Among these are the following: high expectations for 
---·--· 
student achievement; curriculum planned collaboratively by teachers rather than by 
individual classroom teachers; the giving of homework regularly; and a greater 
percentage of the school day involved in actual teaching time, as opposed to other 
activities. He found that attendance was not affected by age of school building, size of 
the school, staff provision, and class size (Barth, _1984). 
According to Barth's observations, Jeach~performance can influence , 
attendance. Attendance is better in classes in which teachers arrive on time, give 
frequent praise, have interaction with the class, keep class interruptions to a mip.imum; , 
use open ended questions, discipline without corporal punishment, do not stress , 
competition, and offer support for learning. He also found that students with strict, 
hard grading teachers exhibited better attendance patterns than those students with '. 
more lax teachers. 
Contracting was successfully used by Murphy (1987) to improve attendance. 
His study was conducted with fourth grade students and involved a collaborative 
effort of school personnel, parents, and students (Murphy, 1987). Contingency 
contracts have been successfully used in other academic settings to improve truancy , 
problems (Kelly & Stokes, 1982). 
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According to suggestions in a bulletin published for secondary principals in 
1986, problems with school attendance can be alleviated when administrators and 
teachers. formulate attendance policies for schools. When these policies are published , 
in handbooks and posted in schools, the rate of absenteeism is likely to decrease. Other 
suggestions included daily contact with truants and sending written praise home 
periodically for students' good attendance, parent conferences, and parental support 
(Miller, 1986). 
Most studies done on attendance support the assumption that involving parents 
m their child's education can have very positive effects on attendance. Conflict 
between home and school appeared to have negative effects on attendance in the 
research done. Among some of the manifestations of this are student loss of interest, . 
falling behind academically, absenteeism, and greater likelihood of leaving school 
before graduation. 
' A study by Reid (19,82) showed that school attendance is tied to self-concept \ ~--~- -------
of students. He suggested that to raise school attendance rates, educators need to 
JV 
work toward changing absentee's attitude toward school and education. Reid J ..? 
/---... 
suggested this is accomplished through raising the self-concepts of absentees. 1Rei9 71) ,' \,'-r 
•yr~ . 
found that many schools had inadequate provisions for counseling and efforts to 
improve attendance in these schools often took punitive forms. The ~tudy. showed that , 
attendance policies which were rule-bound did not improve attendance but rather 
tended to further alienate absentees. Reid's study investigated seven variables used to 
measure and compare social backgrounnds of absentees. He found that many of the 
absentees cames from large families and most had parents who were either separated, 
i 
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divorced, remarried, deceased, u~rried or single. Fathers of the absentees .worked 
at significantly lower paying jobs and fewer of their mothers worked (Reid, 1982). 
Most researchers agree that absenteeism is a complex problem which can not 
be understood through any one simplistic assumption. While some researchers have 
equated truancy with individuals' social maladjustment, many others have advocated 
looking more closely at the school environment instead for causative factors of 
absenteeism. Many of the studies done in the Sixties and Seventies focused on 
objective criteria such as school size, building adequacy, staff· turnovers, and 
administrative attendance efficiently. However, emphasis in research now is more on 
examining social processes and educational environments of schools, rather than 
objective criteria. 
Absenteeism rates were reduced substantially in inner-city schools after 
implementing a ~r~gram of intervention during the 1987-88 school year, according to 
findings reported by Madden, Slavin, Karweit, Dolan and Wasik. (1993) The 
program, called "Success for All", was a restructuring program for grades K-3 which 
------··· -
focused prim!\_rily on improving reading skills of students. Family support teams, : 
consisting of a counselor, Chapter I teacher, school administrator, and parent liaison 
provided intervention when students were not working up to their full potential due to , 
problems in their home. In addition, efforts were made to involve parents and solicit 
their support for the program. After three years, the rate of absenteeism was reduced 
1 .4 percent - 5. 7 percent in various inner city elementary schools. The most marked 
improvements in attendance were in the schools with greater enrollments, which had 
' 
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larger staffs to provide support for the program (Madden, Slavin, Karweit, Do Ion,. & 
Wasik, 1993). 
Additional research was undertaken by Betancourt (1990) who attempted to 
reduce absenteeism through use of a multi-intervention program. The program 
employed ideas and strategies coming from the studies of various researchers. The 
guidance counselor met individually with chronic absentees to chart attendance. In 
addition group counseling sessions were conducted focusing on decision-making, self-
esteem, motivation, values, effective communication, stress management, assertiveness 
training, and absenteeism versus attendance. Individual contingency contracts were 
also used. Personal contact was made with parents through notes, phone calls, and 
parent meetings directed toward helping parents improve their attitude toward the 
school. Betancourt's employment of the multi-intervention programs resulted in · 
targeted students improving their attendance (Betancourt., 1990). 
In an attempt to improve attendance, Brookes (1990) implemented a program 
of non-graded grouping for at-risk inner-city children in a central Florida area. The 
students were kindergartners through second graders coming from low-income 
families. In the pilot program, graded self-contained classrooms in three schools were 
restructured to become multi-age primary units. Developmentally appropriate 
programs were implemented which stressed students' sense of belonging and which 
provided opportunities for students to develop self-confidence and positive feelings 
toward learning. The pilot program resulted in 18% of the students in multi-age 
classrooms improving their attendance by an average of7 % (Brookes, 1990). 
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Many studies have been done regarding dropout prevention which is directly 
related to school attendance. Spivey, an Appalachian dropout prevention specialist, 
made a number of generalizations about programs which keep students in school until · 
graduation (Spivey, 1987). Programs which are positive and stress the importance of. 
caring for the individual were considered to be more effective than those which are 
punitive and negative in nature. Spivey found that attendance incentives are important . 
in providing the initial impetus for students to attend school. The most successful 
programs combined several elements such as tutorial, counseling and advising, 
' 
alternative classes, work-related activities, activities to improve attitude and self- · 
esteem, incentives for good attendance and involvement of parents and the community 
(Spivey, 1987). 
Even though students generally do not leave school until high school, dropout 
prevention needs to be addressed at the elementary school level according to Pannell 
(1987). She reported on a dropout prevention program, "A Diploma ... Don't Leave· 
School Without It", implemented in Murray County, Georgia, a rural Appalachian 
county. Pannell stressed that dropouts do not drop out at age 16 - they drop out in 
interest in the second or third grade. Pannell advocated beginning dropout prevention 
measures as early as third grade and involving parents in the educational process. The , 
"A Diploma .... Don't Leave School Without It" program involved use of age-
appropriate dropout prevention programs and vocational interest programs at 
elementary and middle schools. At the high school level a variety of programs were 
initianted to allow students to have more counseling, get homework assignments, and 
become more involved in school. Using the program, the dropout rate was reduced by · 
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4% during the 1985-86 school year in Murray County, Georgia schools (Pannell, 
1987). 
A program intended to improve attendance and decrease dropout rates in New 
York City was reported by Solomon and Yacker (1989). The program, termed the 
"Attendance Improvement Dropout Prevention Program" (A.I.D.P.), was implemented 
in five elementary schools. Key components of the program included facilitation, 
attendance outreach, guidance, health, school-level linkages, and extended school 
days. Emphasis was placed on giving individual attention to students, providing 
counseling to students, contacting parents through phone calls, letters, home visits, 
and parent conferences. Attendance rates of students in the five schools improved 
although success rates varied as did outreach methods employed by each school. It 
was also noted in the study that students in the program tended to improve or maintain 
academic performance as well (Solomon & Yacker, 1989). 
Blyth (1991), in giving Congressional testimony regarding the dropout 
problem, stated that there are no easy solutions for the dropout problem. He pointed 
out that the root causes of dropout are poverty and the breakdown of positive family 
support and that neither of these is likely to be eliminated in the near future. Two 
important measures which he recommended were use of intervention strategies and 
changing schools to bett.er meet needs of students (Blyth , 1991) . 
Blyth focused on four significant principles concerning dropout preventions. 
He found no single approach to be effective for all students and that prevention needed 
to be individualized. Blyth also pointed out that the needs of students must be 
considered first in planning for dropout prevention, rather than a program being 
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designed, then students fitted into it. Among these student needs were basic human 
needs such as safety, food, health and shelter. In addition, the need to belong to 
something that represents one's beliefs was noted as being very significant. Blyth 
observed that dropout prevention programs which are most successful focus on the 
building of self-esteem and self-confidence in students. He also advocated that dropout 
programs need to be a partnership between schools and other resources to be 
successful. Blyth found that the most successful intervention programs were in 
schools which had high expectations of students and provided opportunities for all 
children to learn to read and reason in the first three grades. He noted that these 
schools made use of community and family resources and that principals and teachers 
were central to how these schools were run, having direct influence on funding uses 
and staffing (Blyth, 1991). 
Blyth stressed the importance of early intervention, such as preschool 
programs. He also pointed out the problem of large percentages of low-income 
families living in areas in which elementary schools have the least adequate funding to 
provide these needed programs (Blyth, 1991 ). 
An experimental program referred to as "City-as School" (C.A.S.) was tested 
in a New York City alternative high school (New York Board of Education, 1986). 
The program had a community-based curriculum in which students were allowed to 
receive academic credit for learning experiences in the community. Content area goals 
and behavior tasks were designed for each activity and students had to successfully 
complete these to receive credit. Students were allowed to choose a program and they . 
progressed from one learning experience to another. Generally speaking, they did not 
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attend classes in a school facility except for a few remediation and enrichment classes 
which could not be matched to a community experience. The experimental program 
resulted in increased school attendance and a decreased dropout rate among students 
participating (New York City Board ofEducation, 1986). 
Self-Perception and Attitude Toward Schoo) 
The relationship between self-esteem and achievement was studied by Bethel 
(1993) who attempted to discover what part of self-esteem is a result of achievement 
and what part of achievement is a result of a child's self-esteem. One hundred rural 
Missouri students from grades 3, 6, 8, and 10 were administered the Coopersmith 
Self-Esteem Inventory and the Missouri Mastery Achievement Test. The resulting 
scores were analyzed by use of canonical correlation analysis which determined 
variates. Bethel found that at the third, sixth, and eighth grades some variates were 
shown to have correlations ranging from 9-21 %. However, at the tenth grade level, 
no statistically significant variates were found (Bethel, 1993). 
Boutte (1993) reported findings from a longitudinal study investigating the 
effects of home visits on home environment, academic self-esteem, and achievement 
scores on young children. For two years children in an experimental group were 
visited bi-weekly in their homes while children in the control group were not visited at 
all. At the end of three years, the children, who were then in third grade, were 
administered a home environment measure (HOME), the academic self-esteem 
measure (BASE), and the Woodcock Johnson achievement test. Scores of the 
control group and the experimental group were compared with no significant 
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differences being denoted. The home visits were viewed as having a positive effect on 
students' academic self-esteem but more research was suggested in the area (Boutte, 
1993). 
Thomas (1991) investigated the effects of a classroom unit on self-concepts 
and attitudes toward school with 3 03 seventh grade students. Students were pre-
tested and post-tested using either the Piers-Harris Children's Self-Concept Scale (P-
HSCS) or the School Attitude Measure (SAM). Findings from the study revealed 
that no significant differences were observable for general self-concept. Significant 
differences were discovered, however, on the Motivation for Schooling (MS) from the 
SAM measurement. The study did not prove there was any significant improvement in 
student's self-concept or attitude toward school after a group guidance classroom unit 
on self-esteem (Thomas, 1991). 
In 1987, McDonald-Jacobs conducted research studying Mohawk students 
attending school in the United States and Canada. The students attended reservation 
schools or schools located outside the reservations. McDonald-Jacobs tested 393 
fourth through sixth grade Mohawk and non-Indian pupils' attitudes toward school, , 
academic self-concept and feeling of control over performance using a questionnaire. 
Mean scores for the non-Indian students in all three areas were significantly higher 
than mean scores of Indian students. No significant difference was denoted between 
male and female students. Indian students attending off-reservation schools had higher 
attitude mean scores than students attending schools on reservations (McDonald-
Jacobs, 1988). 
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The impact of transitional class programs on students achievement, self-
concept and attitude toward school was explored by Michaud (1991). The subjects of 
the study were eighty-three third grade suburban Connecticut students. Forty-one of 
the students started school a year early, beginning in a pre-school transition program. , 
Students who had not attended transitional classes were matched by gender and age to , 
students who had attended the transition program. The students were given the 
California Achievement Test and the Affective Perception Inventory. No significant 
differences were found between the mean scores of the two groups. However, the 
researcher pointed out that no conclusions should be drawn from this study regarding 
the effectiveness of individual early childhood transitional programs (Michaud, 1991). , 
A study of the effects of a special curriculum on the development of student 
' 
self-esteem and school success was conducted by Gates (1993) in two high schools in 
which the dropout rates were 42% and 50%. Low self-esteem and lack of school 
success were presumed to be strongly related to lack of success in secondary school. 
The Affective Skill Development for Adolescents (ASDA) was used for one semester 
to see if this would make any difference in student self-esteem and success in school. 
A pre-test and post-test were used along with grade point averages to measure this. : 
Students in the control group and the experimental group showed no significant , 
difference in their scores on the self-esteem instrument. Grade point averages showed 
no significant gains. Parental involvement appeared to be a factor which positively 
affected self-esteem of students and school achievement (Gates, 1993). 
Decotis (1993) examined non-graded primary school programs' effect on, 
student performance and learning attitudes. Eight non-graded classrooms and eight 
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traditional kindergarten and first grade classrooms were compared using the Survey 
of School Attitudes (SSA), the Georgia Kindergarten Assessment Program and 
student report cards. Students' assessment results in the continuous progress, non-
graded program were compared to students' assessment results of the same age in 
traditional classrooms. Analysis of data revealed that students in the non-graded 
classes had a more positive attitude toward school work than those in traditional , 
classes in language arts and science. Student attitudes toward mathematics and social 
studies were more positive in the traditional graded classroom than the non-graded 
I 
classrooms (Decotis, 1993). 
Since a disproportionate number of students from ethnic and racial minority 
groups experience school failure, a number of studies have been done attempting to 
ascertain how different ethnic groups' perception of self affects school interest and 
performance. The self-perception of African-American children and implications for 
educators was the subject of a study done by Frisby and Tucker in 1993. Their study 
pointed out that most educators, psychologists, and the lay public assume that black 
children's view of self is crucial to school failure or success. Frisby and Tucker looked 
at both two aspects of self-perception: self-concept and self-esteem. Self-concept was 
defined as aspects of self-perception which are primarily descriptive in nature, such as ' 
various roles in which a child sees herself or himself. Self-concept perceptions are 
judgmental only when roles have qualitative labels connected to them such as 
mediocre pianist or skilled baseball player. Self-esteem was distinguished from self- , 
concept by its evaluative aspect which reflects personal satisfaction or dissatisfaction 
with one's self. Frisby and Tucker pointed out that self-perception is primarily a 
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function of personal values held by that student and opinions held by others who are 
significant to him or her. Most self-perception theorists accept the concept that self-
perception is learned and therefore they have assumed it can also be modified. This 
view has led to the belief that school can positively change self-perception in children. 
However, Frisby and Tucker (1993) reported that research had shown that family, 
neighborhood, peer, or societal culture have a much greater impact on student's '. 
development of self-esteem than schools which were estimated to account for less than 
25 percent (Frisby & Tucker, 1993). 
Frisby and Tucker examined self-perceptions and three educational 
movements: desegregation; multicultural education; and Afrocentricism. While it has 
been assumed by many that Blacks' separation from whites in the educational setting : 
' 
on the basis of race has been the cause of inferiority feelings among Afro-Americans, , 
research has not shown this to be the case. On the contrary, research showed ,no 
significant differences between the self-perceptions of whites and Blacks. Frisby and 
Tucker (1993) pointed out the benefits of multicultural education in offering students 
opportunities for different cultures to communicate and to develop respect and · 
appreciation for each other while still retaining their ethnic distinctness. It was 
suggested that by including the values and perspectives of ethnic groups into the : 
curriculum, racial or ethnic self-esteem could be improved. No empirical studies on 
Afrocentric education and self-esteem have been done to determine if learning about 
one's origins altered self-esteem and achievement in African-American students (Frisby · 
& Tucker, 1993). 
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Frisby and Tucker suggested that educators need direct more of their attention , 
on general satisfaction with school rather than global self-esteem since measurement of 
this construct can provide more diagnostic information about schools that can be used 
constructively to give direction for school restructuring. They suggested that new , 
measures of school satisfaction which do not contain cultural or racial bias need to be · 
developed. While much of the emphasis on minority education has been directed 
I 
toward giving these students opportunities to develop racial pride in schools, Frisby , 
and Tucker pointed out that the development of racial pride is only one small aspect of' 
self-esteem. They suggested that while racial pride is important, educators need to 
concentrate more on academic competence, which will allow Black students to ' 
' 
compete confidently in the American workplace. Frisby and Tucker concluded that , 
' 
self-esteem should follow academic accomplishments, not precede it (Frisby, & ' 
Tucker, 1993). 
Gemmer (1989) reported on a schoolwide program to improve self-esteem in 
I 
elementary school students. Gemmer noted that attitudes toward school and self-
esteem are closely related. A program called "Every Child is a V.I.P." was , 
implemented in a Florida elementary school. The program was directed toward 
' 
providing individual students with opportunities to receive recognition from their 
teachers and peers for non-academic reasons and to develop positive feelings about · 
' 
being in school. Each week a different V.I.P. (very important person) was selected 
from each classroom. These students, after being interviewed by the guidance 
counselor, had personal photographs taken and displayed along with drawings from : 
the students. V.I.P. students were given special privileges for the week and received, 
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pins to wear. The program was noted for its positive recognition of students' individual , 
qualities (Gemmer, 1989). 
School Curriculum and Appalachia 
A number of researchers who have studied Appalachian schools have pointed ' 
out the inadequacies of the curriculum used in Appalachian schools in meeting the 
educational needs of students from the mountains. Sher (1987) suggested that · 
changing the school's program and environment so it becomes more relevant to : 
students would do more to keep students in school than any dropout prevention 
campaign. He also emphasized the importance of raising the self-esteem of students 
and helping them develop pride in their heritage. He further stated that the local · 
community and the Appalachian region should be the foundation of the school's 
curricula (Sher, 1987). 
A study of Appalachian literature and its use in schools was done by Herrin · 
(1987). She looked at the diverse themes incorporated in literature from Appalachia .. 
Her study revealed that curriculum presently used in most school promotes reading 
material which contains primarily discourse styles which are "universal", "standard", 
and "canonized" while discourse styles which coming from different subcultures such 
as Appalachia are labeled as regional, substandard and illiterate and are therefore not 1 
I 
included in curricula. 
Herrin concluded that Appalachian children's literature should be an integral 
part of the curriculum, especially in Appalachian schools since it is a good foundation , 
upon which to provide diverse reading and writing experiences needed by students. 
She also pointed out that using the literature of the area could help eliminate the 
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' 
barrier between home and school in addition to helping break down the perceived 
barriers between Appalachia and the rest of world. Herrin disagreed with such 
publications as A Nation at Risk (1983), E.D.Hirsch's Cultural Literacy· What Every 
American Needs to Know (1987), and Allan Bloom's The Closing of the American 
Mind (1987) which all perpetuate the idea that regionalism should be purged from 
curriculum and a more "universal" or "national" curriculum adopted instead. Herrin 
pointed out that planners of curriculum need to consider that literacy can be best : 
achieved as a student is given opportunities to develop self-identity from literature 
which exposes that student to contrasts and contradictions rather than sameness and 
commonality. She promoted the idea that students need to be exposed to literature in 
the school curriculum which allows students to have qualities about themselves 
revealed to themselves (Herrin, 1987). 
Suggestions were made by Stafford in 1979 to educators in cities in which ' 
Appalachian families had migrated. She suggested that teachers develop sensitivity to 1 
the distinct culture of Appalachians and incorporate this in the curriculum of young ' 
children in daycare centers. Stafford proposed the use of Appalachian literature which , 
was reflective of the values of Appalachians. She also recommended providing for , 
center activities in day care centers which would help children develop continuity · 
I 
between experiences in the home and experiences at school (Stafford, 1979). 
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METHODS 
Sample and Population Description 
The population included primary through fourth grade children living in Floyd 
County in eastern Kentucky and attending public schools. Floyd County is an · 
economically depressed Appalachian county traditionally dependent upon the coal 
industry for employment. Statistics from Profiles of Kentucky Public School Fiscal 
Year 1990-1991 (1991) indicated that during the 1990-91 fiscal year, 60.6% of the' 
children in Floyd County were economically deprived - a deviation of -21. 7% from the 
state average and -55.78% from the national average (Kentucky Department of 
Education, 1991). During the 1993-94 school year 2630 students were enrolled in 
primary through fourth grade classes in the Floyd County public school system. 
The school in which the study was conducted was Clark Elementary School, 
located in a rural area of Floyd County near Prestonsburg, Kentucky. Clark 
Elementary School is a K-5 school with 375 students enrolled. The school has been a 
School-Based Decision Making school since 1992. Families of the children receive 
services through a Family Resource Center which is located on the school campus. 
The students come from homes in which 46% of the parents have not completed high 
school. The median income of families in the attendance area .is $8000 and 62% of 
the students participate in the free lunch program (Clark Elementary School-Based 
Decision Making Council, 1993). 
The research design used for the study was a one group pre/post design 
without a control group. Students in seven classrooms in the school were part of the 
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study. The number of student participants was 161. Of the subjects, 81 were female 
and 80 were male. Fourth grade students participating in the study numbered 52. The' 
remainder of the subjects were primary students in dual-age grouped classrooms. In a 
traditional grade group setting, these primary students would have been classified as 
second and third grade students. The subjects ranged in age from seven years to eleven 
years. 
Sample Selection Procedure 
Cluster sampling was used for the study. After identifying the population to be : 
: 
1943 primary students and 687 fourth grade students attending public school in Floyd : 
County, Kentucky, Clark Elementary School, a K-5 school was selected for the study. , 
! 
Of the population total, which included all primary and fourth grade students enrolled 
in public schools in Floyd County, 74% were primary students and 26% were fourth 
grade students. Seven target classrooms were selected for study in the subject school. 
• I 
Of the 161 subjects involved in the research, 68% were primary students and 32% ; 
were fourth grade students. All students in selected classrooms participated in the · 
research. Students who transferred during the study were not included in the recorded , 
results. 
Instruments 
Measurements of attendance used m the study were computerized daily : 
attendance records for the selected classes. 
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To assess students' attitudes toward school, a survey was designed which 
contained 20 statements concerning attitude toward school and school climate. The 
instrument, entitled The School Attitude Survey (S.A.S.), was administered to three: 
classes not participating in the unit of study. The test was an alternate response paper ' 
' 
and pencil test in which students marked yes if a statement reflected their feelings : 
toward school or no if the statement did not reflect their feelings toward school. After 
the initial testing of the pilot group of students, teachers made suggestions for : 
' 
improvement of the instrument as a measure of school attitude. Survey modifications 
and revisions were then made. The final survey form was then given to the three 
classes not selected to participate in the research. Students in the pilot testing group 
ranged in age from seven years to twelve years. Split-half reliability of the test, which, 
was calculated using the odd and even item scores, was . 99. Table 1 shows standard 
deviations of the pretest and posttest and split-half reliability (See School Attitude 
Survey instrument in Appendix B). 
Table 1 
School Attitude Survey Sp!it-haifRe]iabjjity 
Results: Pilot Testing Group 
Number tested 73 
Pretest SD 2.1 
Posttest SD 1. 7 
Split-half reliability .99 
Note: Students tested ranged in age from 7 to 12 years. 
Split-half reliability was determined using the following formula: 
2r 
r split half 
total test = 
r 
I + split half 
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The instrument utilized to measure knowledge of Appalachian culture and 
heritage was a twenty statement survey which contained statements referring to 
Appalachia and Appalachian culture. The instrument was an alternate response 
paper/pencil test. Students wrote Y for true statements and N for false statements. No 
tests of reliability were done on this instrument (refer to Appalachian Knowledge 
Survey in Appendix B). 
Procedure for Data Collection 
Attendance statistics for the six week period preceding the beginning of the 
emphasis of study of Appalachian cultural heritage were recorded and compared to the 
statistics for the six week period in which students were engaged in the instructional 
unit of study. The percentages of attendance for each class for the two time periods 
were compared (refer to Table 2 in Appendix A). 
For assessment of students' attitude toward school, students were tested the 
week prior to beginning the unit of study and then retested during the last week of the 
unit of study using the Attitude Toward School Survey. The tests were administered 
by the school guidance counselor. The two sets of test scores, pre-test and posttest 
scores, were then analyzed and compared using t test values to see if there had been , 
significant changes in the scores. 
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Knowledge of Appalachian culture and heritage was assessed using the ' 
Appalachian Knowledge Survey. A pre-test was given the week prior to the beginning , 
of the instructional unit of study. During the last week of the unit of study, a post-test. 
was administered to determine the effects of the unit of study on the student's · 
knowledge of Appalachian culture. The scores were then analyzed and compared 
using t test scores. The t test formula for nonindependent samples was used. 
The unit encompassed areas of all six major K.E.R.A goals: applying basic 
math and communication skills; applying core concepts and knowledge; becoming self- · 
sufficient; becoming a contributing member of a group; solving problems; and 
connecting knowledge. It addressed fourteen learner goals. All subject areas were . 
incorporated in the unit of study. The unit stressed the development and history of the . 
area, but its main academic focus was on improvement of the written and oral 
communications skills. Students recorded oral history from the area, read Appalachian 
literature, and investigated written accounts of the cultural heritage and area history. · 
Resource people from the community came into the school to share information and 
give demonstrations of their knowledge of the cultural heritage of the area. Field trips 
were made to various points of interests which had been studied. Students also 
participated in cultural experiences native to eastern Kentuckians. Culminating 
activities utilized rubrics to assess student's individual and group progress. The rubrics · 
used allowed students the opportunity to pre-determine their level of mastery of the : 
subject matter through selecting one of four graduated levels of difficulty to work ' 
toward attaining. 
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In addition, the school guidance counselor had class guidance activities in each : 
' participating class two times during the unit of study using books about Appalachian ' 
characters which stressed the significance of their contributions and their individual : 
uniqueness and value. 
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DATA ANALYSIS 
In all data used in reporting the study, for purposes of identification, Classes , 
1, 2, 3, 4, and 5 are dual-age ungraded primary classes. Classes 6 and 7 are self-
contained fourth grade classes. 
School records for attendance were analyzed for the two periods of the 1993-
94 school year. Period 1 began on September 17, 1993 and ended October 31, 1993. 
The period contained two professional development days in which students were not 
in school. The total number of school days during the period was twenty-eight. Period 
2 began on November 1, 1993 and ended December 14, 1993. This period had two 
professional development days and one holiday. There were twenty-seven days of 
school during this period. Attendance averages and absentee averages for both 
periods were calculated for each of the seven target classrooms involved in the study 
and compared. In addition, attendance for primary students, fourth grade students, , 
and the total group were compared (See Appendix A, Table 2). 
The following changes in student attendance occurred when Period I and 
Period 2 were compared: Classes 1, 4, 6, and 7 experienced increases in attendance 
averages during the period in which the unit of study was taught. Classes 2, 3, and 5 
experienced decreases in attendance during the period in which the unit of study was 
taught. The total primary group experienced a net decrease in attendance rate of 
2.01 % during the unit of study. The fourth grade group experienced a net gain of 
.44% in their attendance rate during the unit of study. The total group of subject 
students experienced a net decrease in attendance rate of 1. 10%, Table 2 shows class 
attendance averages during both periods and changes occurring. 
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Table 2 
Attendance Average Comparison 
Pre-unit Period and Unit Implementation Period 
Period 1 Period 2 Change 
Class 1 96.27% 96.40% 0.13% 
Class 2 97.20% 93.63% -3.57% 
Class 3 96.92% 93.21% -3.71% 
Class 4 94.65% 95.63% 0.98% 
Class 5 97.45% 93.88% -3.57% 
Class 6 95.27% 96.25% 0.98% 
Class 7 94.16% 97.15% 2.99% 
Total group 95.92% 94.82% -1.10% 
Primary 96.49% 94.48% -2.01% 
4th grade 95.05% 95.49% 0.44% 
Note: Period 1 is the six-weeks period prior to unit implementation. 
Period 2 is the six-week period of unit implementation. 
Scores for the School Attitude Survey were compiled for period 1 and period 
2. The mean scores for each class involved in the study were calculated. All classes 
showed gains in scores on the School Attitude Survey during the period of unit 
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implementation. The class average gains ranged from .30 points to 1.43 points. Table 
3 shows gains achieved by classes on the School Attitude Survey during the six week . 
period of unit implementation. 
Table 3 
School Attitude Survey Mean Scores 
Class Pretest Posttest Change 
--
1 12.71 14.14 1.43 
2 12.83 13.13 0.30 
3 11.77 12.77 1.00 
4 14.74 15.13 0.39 
5 12.00 12.65 0.65 
6 15.50 16.35 0.85 
7 15.11 15.54 0.43 
Primary 12.84 13.77 0.93 
4th Grade 15.35 15.94 0.59 
Total Group 13.65 14.47 0.82 
Note: Pretest was given 1 week prior to beginning unit. 
Posttest was given the last week of unit . 
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T tests were performed on the data from the School Attitude Survey. The 
classes had the t values ranging from 1.327 to 8.432. The t value for the total group 
of 161 subjects was 7.987. Table 4 shows t scores for the School Attitude Survey. 
Table 4 
School Attitude Survey t scores 
Class Number t scores Table Results 
t values 
1 21 6.092 2.086 + 
2 23 1.327 2.074 
3 22 4.215 2.080 + 
4 23 1.564 2.074 
5 20 8.432 2.093 + 
6 26 2.401 2.060 + 
7 26 1.490 2.060 
Total Group 161 7.987 1.960 + 
Scores on the Appalachian Knowledge Survey were compiled and pretest and 
posttest scores were compared. All classes had increased average scores for post-
tests. Mean gains ranged from 1.39 to 4.27 points. The mean score gain for the seven 
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classes involved in the study was 2.09. Table 5 shows class average scores and gains 
on the Appalachian Knowledge Survey. 
Table 5 
Appalachian Knowledge Smyey Mean Scores 
Class Pretest Posttest Change 
1 12.24 14.05 1.81 
2 9.35 10.74 1.39 
3 11.50 14.82 3.32 
4 11.52 12.96 1.44 
5 11.15 12.90 1.75 
6 15.50 17.31 4.27 
7 13.08 16.12 3.03 
Primary 11.13 13.06 1.94 
4th Grade 14.29 16.71 2.42 
Total Group 12.15 14.24 2.09 
Note: Pretest was given 1 week prior to beginning unit. 
Posttest was given the last week of unit. 
T test values from the scores for the Appalachian Knowledge Survey were 
calculated. Table 6 shows t test scores for the Appalachian Knowledge Survey. 
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Table 6 
Appalachian Knowledge Survey T scores 
--
Class Number t scores Table Results 
t values 
--
1 21 7.681 2.086 + 
2 23 4.856 2.074 + 
3 22 6.470 2.080 + 
.4 23 8.031 2.074 + 
5 20 4.085 2.093 + 
6 26 5.514 2.060 + 
7 26 6.863 2.060 + 
Total Group 161 14.559 1.960 + 
The probability level used for analysis of both the Appalachian Knowledge , 
Survey and the School Attitude Survey scores was .05. The degree of freedom· 
formula used was N-1. The t score formula used was the formula for nonindependent 
samples. 
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MAJOR FINDINGS 
Conclusions 
There was not a significant change in school attendance between the period 
preceeding the unit of study and the the period in which the instructional unit of study 
on cultural heritage occurred. Significant improvement in attendance was not attained. 
Null Hypotheses 1 (There is no significant difference in school attendance between 
students who study the cultural heritage of their area and students who do not study 
the cultural heritage of their area) could not be rejected because of inconclusive data. 
It should be pointed out that the rate of absenteeism during the second period was 
strongly affected by several students contracting influenza. 
Student attitudes toward school, as indicated on the twenty item survey, 
increased significantly during the period of study. Therefore, one might assume that , 
there is some correlation between having curriculum which is cultural based and 
students' attitude toward the school environment since significant gains were 
accomplished overall. The total research group's mean score on this test increased .82 · 
points on the twenty _item test. T values calculated were not consistent for all seven 
classes involved in the research. Three of the seven classes had t values lower than the 
t table value. Seven had t values higher than the t table value. Null Hypothesis 2 
(There is no significant difference in students' attitudes toward school, as measured by 
the School Attitude Survey between students who study the cultural heritage of their 
area and students who do not study the cultural heritage of their area.) was rejected 
based upon the total group's t value. 
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Knowledge of the subject area involved in the study showed significant gains 
based on the pre-test and post-test results of the twenty question survey. The mean 
score on the Appalachian Knowledge Survey pretest increased 2. 09 on the twenty item 
test when the posttest was given. T test values were higher than the t table values for 
every class involved in the study. Null Hypothesis 3 (There is no significant difference 
in students' knowledge of their cultural heritage in students who are engaged in an 
instructional unit of study of their heritage and students who are not engaged in an 
instructional unit of study) was rejected based upon t scores for all classes and the 
total research group's gains in scores on the posttest. 
Recommendations 
The building of self-esteem in students and helping students experience 
learning which transfers to life experiences are two current tenets of KE.RA. As 
more studies are conducted regarding the effects of infusing cultural heritage native to 
students into the curriculum, educators will be able to better ascertain ways this will 
be beneficial. 
Research of longer durations needs to be conducted in the area of curriculum 
effects on attendance and attitude toward school. More dependable and relevant 
results could be obtained through a longitudinal study of a culturally oriented 
curriculum and use of a validated . published measure of students' attitude toward 
school. 
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Table 1 
School Attitude Survey SpJit-ha)fReliahility 
Results: Pilot Testing Group 
Number tested 73 
Pretest SD 2.1 
Posttest SD 1. 7 
Split-half reliability . 99 
Note: Students tested ranged in age from 7 to 12 years. 
53 
Table 2 
Attendance Average Comparison 
Pre-unit Period and Unit Implementation Period 
Pretest Posttest Change 
Class 1 96.27% 96.40% 0.13% 
Class 2 97.20% 93.63% -3.57% 
Class 3 96.92% 93.21% -3.71% 
Class 4 94.65% 95.63% 0.98% 
Class 5 97.45% 93.88% -3.57% 
Class 6 95.27% 96.25% 0.98% 
Class 7 94.16% 97.15% 2.99% 
Total group 95.92% 94.82% -1.10% 
Primary 96.49% 94.48% -2.01% 
4th grade 95.05% 95.49% 0.44% 
Note: Pretest was given 1 week prior to beginning unit. 
Posttest was given the last week of unit. 
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Table 3 
School Attitude Survey Mean Scores 
Class Pretest Posttest Change 
--
1 12.71 14.14 1.43 
2 12.83 13.13 0.30 
3 11.77 12.77 1.00 
4 14.74 15.13 0.39 
5 12.00 12.65 0.65 
6 15.50 16.35 0.85 
7 15.11 15.54 0.43 
Primary 12.84 13.77 0.93 
4th Grade 15.35 15.94 0.59 
Total Group 13.65 14.47 0.82 
Note: Pretest was given I week prior to beginning unit. 
Posttest was given the last week of unit . 
Table 4 
School Attitude Survey T scores 
--
Class Number t scores Table 
t values 
--
1 21 6.092 2.086 
2 23 1.327 2.074 
3 22 4.215 2.080 
4 23 1.564 2.074 
5 20 8.432 2.093 
6 26 2.401 2.060 
7 26 1.490 2.060 
Total Group 161 7.987 1.960 
Note: Pretest was given a week prior to beginning unit 
Posttest was given the last week of unit. 
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Table 5 
Appalachian Knowledge Survey Mean Scores 
Class Period I Period 2 Change 
--
I 12.24. 14.05 1.81 
2 9.35 10.74 1.39 
3 11.50 14.82 3.32 
4 11.52 12.96 1.44 
5 11.15 12.90 1.75 
6 IS.SO 17.31 1.81 
7 13.08 16.11 3.03 
Primary 11.13 13.06 1.94 
4th Grade 14.29 16.71 2.42 
Total Group 12.15 14.24 2.09 
Note: Pretest was given a week prior to beginning unit 
Posttest was given the last week of unit. 
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Table 6 
Appalachian Knowledge Survey I scores 
Class Number t scores Table 
t values 
1 21 7.681 2.086 
2 23 4.856 2.074 
3 22 6.470 2.080 
4 23 8.031 2.074 
5 20 4.085 2.093 
6 26 5.514 2.060 
7 26 6.863 2.060 
Total Group 161 14.559 1.960 
Note: Pretest was given a week prior to beginning unit 
Posttest was given the last week of unit. 
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APPALACHIAN KNOWLEDGE SURVEY 
Name Teacher 
----------------- --------
Circle Y for yes. Circle N for no. 
y N 1. Part of the Appalachian Mountains are in Kentucky. 
y N 2. Some Appalachian people once lived in towns called coal camps. 
y N 3. The Appalachian Mountains are the tallest mountains in the United States. 
y N 4. Some of the roads in Appalachia were once animals trails. 
y N 5. The oldest mountains in the United States are the Appalachian Mountains. 
y N 6. Many settlers came into Kentucky through the Cumberland Gap. 
y N 7. Appalachian pioneers lived in large cities. 
Y N 8. Most of the early settlers came to the Appalachian Mountains from 
Australia. 
Y N 10. Early pioneers in Appalachia built their own homes. 
Y N 11. The early Appalachian settlers got most of their food from grocery stores. 
y N 12. The land in Appalachia is flat. 
y N 13. There are gold mines in Appalachia. 
y N 14. Dulcimers are musical instruments played by blowing into them. 
y N 15. The Appalachian Mountains are found in the western part of Kentucky. 
y N 16. Black lung is a disease people get from breathing mountain air. 
y N 17. Bears live in some parts of the Appalachian Mountains. 
y N 18. The Smoky Mountains are part of the Appalachian Mountains. 
y N 19. Miners who work in strip mines go deep under the ground to work. 
Y N 20. All Appalachian people have white skin. 
I ' 
SCHOOL ATTITUDE SURVEY 
Put Y by the sentences if you agree. 
Put N by the sentence if you disagree. 
___ l. I think school is fun. 
2. I like coming to school. 
---
3 . I have friends I like to be with at school. 
---
___ 4. I get to learn interesting things at school. 
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___ 5. I wish we would do more things I like to do at school instead of what we 
do. 
___ 6. My teacher likes me and shows interest in me. 
___ 7. When I don't get to come to school, I feel disappointed. 
___ 8. I sometimes ask to stay home when I'm not really sick. 
___ 9. I think I am doing well in school this year. 
___ 10. I wish school could be more exciting instead of the way it is. 
___ 11. The things we learn at school aren't things which I need to know. 
___ 12. I feel like I am an important person in my class. 
___ 13. I feel good about the way I am working this year. 
___ 14. I think school is boring. 
___ 15. What we do at school is too easy for me. 
___ 16. School has too many rules. 
___ 17. I am not treated fairly at school. 
___ 18. The kids in my class like me. 
___ 19. School is a place where I get into trouble a lot. 
___ 20. I wish I was 16 now so I could drop out of school. 
APPENDIXC 
THEMATIC UNIT 
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MY APPALACHIAN HERITAGE 
Level: Primary - Fourth Grade 
Unit Title: My Appalachian Heritage Approximate Time: 6 weeks 
Cnrricnlnm Areas: *Language Arts; Science; *Social Studies; Math; Practical 
Living; Arts and Humanities; Vocational Education 
(*major emphasis) 
Organizers (Essential Questions): 
What is my cultural heritage? 
Is my cultural heritage of value to me? 
Goals/Selected Outcomes: 
I. Applying Basic Communication & Math Skills 
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1.2 Students construct meaning from a variety of print materials for a variety 
of purposes through reading. 
I. 4 Students construct meaning from messages communicated in a variety of 
ways for a variety of purposed through listening. 
1.11 Students communicate ideas and information to a variety of audiences for 
a variety of purposes in a variety of modes through writing. 
1.16 Students use computers and other electronic technology to gather, 
organize, manipulate, and express information and ideas. 
2. Applying Core Concepts and Principles 
2.2 Students identify, compare, and contrast patterns and use patterns to 
understand and interpret past and present events and predict future events. 
2.26 Students recognize differences and commonalties in the human experience 
through their productions, performances or interpretations. 
3. Becoming Self-Sufficient . 
3. I Students demonstrate positive growth in self-concept through appropriate 
tasks or projects. 
3. 7 Students demonstrate the ability to learn on one's own. 
4. Becoming a Contributing Member of a Group 
4.2 Students use productive team membership skills. 
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4.5 Students demonstrate an understanding of, appreciation for, and sensitivity i 
to a multi-cultural and world view. ' 
5. Solving Problems 
5 .2 Students use creative thinking skills to develop or invent novel, 
constructive .ideas or products. 
5.4 Students use a decision-making process to make informed decisions 
among options. 
6. Connecting Knowledge 
6.1 Students address situations from multiple perspectives and produce 
presentations or products that demonstrate a broad understanding. 
6.3 Students expand their understanding of existing knowledge by 
making connections with new and unfamiliar knowledge, skills, and 
experiences. 
Culminating Performance: 
1. Activity I (Group): Create a "cultural product" . (This may be a play, video 
tape, quilt, model, etc.) 
2. Activity 2 (Individual) :Create a piece of writing that addresses this question: 
What does my cultural heritage mean to me? 
Rubric - Activity 1 - A Cultural Product 
Explorer: 
1. Student participates very little in group work. 
2. Product related very little to Appalachian study. 
3. Product' not completed ... · · 
Pioneer 
1. Student contributes some to group work. 
2. Product related somewhat to Appalachian study. 
3. Product completed but not presented to an audience. 
Homesteader 
l. Student is productively engaged in group work most of the time. 
2. Product reflects something of value about Appalachian heritage. 
3. Product completed and presented to an audience. 
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Settler , 
I. Student takes initiative, assumes responsibility, and helps organize work as well as I 
being an active participant. 1 
2. Product shows much knowledge and understanding of Appalachian heritage and I 
~~- I 
3. Product is completed and is presented to an audience with the purpose of . 
teaching others about Appalachian heritage. I 
. I 
Activity 2 - A Writing 
Explorer 
1. Writing not completed. 
2. Writing missing many parts such as title, topic sentences, and detail. 
3. Writing has undeveloped ideas. 
4. Writing has very little attention given to spelling, punctuation, and capitalization. 
Pioneer 
I. Writing completed. 
2. Writing has some parts, such as title, topic sentence, details missing. 
3. Writing has.ideas not completely developed. 
4. Writing contains some capitalization and punctuation and age-appropriate 
spelling. 
Homesteader 
I. Writing is completed and well written. 
2. Writing has title, topic sentences, and some detail. 
3. Writing contains several different ideas which have been developed. 
4. Writing has most words spelled correctly 1111d uses punctuation and capitalization 
correctly in most sentences: 
Settler 
I. Writing is completed , very well written and organized. 
2. Writing contains title, topic sentences and much detail. 
3. Writing contains many different ideas which have been well developed. 
4. Writing has very few errors in spelling, punctuation, and capitalization. 
Knowledge Areas 
Language Arts 
1. Oral Language Skills 
I 
r 
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2. Written Language Skills 
Science 
1. Climate ( e.g. - effects on population) 
2. Physical and Chemical Changes (food preservation) 
3. Weather 
4. Geology 
5. Mountain Formation 
Math 
1. Measurement 
2. Whole Number Operations 
3. Geometry 
Social Studies 
1. Cultural Awareness 
2. Area History 
3. Area Geography 
4. Genealogy 
Practical Living 
1. Family Life 
2. Consumerism 
Humanities 
1. Language Origins 
2. Appreciation of Area Crafts 
3. Appreciation of Area Music 
Vocational Education 
1. Career Paths 
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